School-based assessment, while quite established in many Western countries, is still relatively new in the Asian education context. Consequently, operational problems such as time constraints, lack of teacher skills and inadequate computer management systems have hampered implementation efforts. While studies have been conducted which examined these issues, few if any have examined how trainee teachers feel. The following paper addresses this issue through an exploratory study on 25 first year bachelor of education students from a Malaysian Institute of Teacher Education. Findings showed that the majority of students were more positive towards a student-centred and formative learning approach after the students had experienced a teaching unit based on formative assessment principles. The findings also indicated that cultural influence may play a considerable part in the success or otherwise of school-based assessment endeavours. Results of this study may serve as a useful starting point for researchers interested in more classroom-based explorations of school-based assessment in Asia.
assessment tasks which are authentic, contextualized and able to enhance higher-order thinking skills necessary for the 21 st century. Like Western education systems, the move to SBA reflected a paradigm shift from Assessment of Learning (AoL) to Assessment for Learning (AfL) (Brookhart, 2007; Darling-Hammond & McCloskey, 2008) . Traditionally, AoL is used in tests and exams to report the final or overall achievement of students (Vlachou, 2015) while the purpose of AfL is to enhance both teaching and learning (Black, Harrison & Lee, 2003; Earl, 2012; Heritage, 2013; Wiliam, 2011) .
Despite the many benefits of SBA (e.g., Clarke, Timperley & Hattie, 2001; Klute, Apthorp, Harlacher & Reale, 2017; Marsh, 2007; McManus, 2008) success to date in Malaysia has been hampered by a number of issues, including insufficient guidelines, lack of teachers' knowledge and time constraints (e.g., Abas, Rasali & Rahmat, 2013 , Fook & Sidhu, 2006 Majid, 2011; Malakolunthu & Hoon, 2010; Mansor, Leng, Rasul, Raof & Yusoff, 2013 ; Omar & Sinnasamy, 2017; Rashid & Jaidin, 2014; Sardareh, 2016; Veloo, Krishnasamy & Md-Ali, 2015) . As a consequence, Abdullah, Idris, Hamzah & Sembak (2015) believe that only moderate levels of SBA implementation are presently occurring.
While studies which document implementation problems dominate the literature, few studies have explored the cultural effect on school-based assessment and even fewer on how prospective teachers feel about school-based assessment. Students' perceptions of educational innovations are important as they may motivate students to engage with the reform, and, therefore, impact upon the benefits that they might derive from it (Tong, 2016) . While Kamarulzaman (2014) examined critical thinking skills of pre-service teachers, it was small in nature and did not address the issue of culture. This study attempts to address this imbalance by exploring the perceptions of 25 first-year trainee teachers to school-based assessment. Using the website http://www.assessmentforlearning.edu.au/default.asp as a model for intervention, this study hopes to expose the students to the value of quality formative assessment in the belief that students would use formative assessment more readily in their future teaching careers. The study begins with an outline of the relevant literature followed by a description of methodology and procedures, followed by an analysis of results and discussion.
Literature Review
There is considerable research concerning school-based assessment in developed Western countries such as Australia, USA, New Zealand, United Kingdom and Canada (e.g., Hattie & Brown, 2007; Kingston & Nash, 2011; Klute, et al, 2017; Tomlinson, 1996) . More recently school-based assessment has begun to make inroads into Asia (e.g., Butler, 2011; Chong, 2009; Davison, 2007) . However, studies to date in Malaysia have primarily focused on implementation issues of SBA. Consequently, the following review will concentrate more on the nature of school-based assessment, particularly in relation to Asia. It will also focus on the less explored area of culture and SBA implementation.
Types of Assessment
Assessment serves a variety of purposes including to: track progress, make comparisons, monitor achievement, identify misconceptions and identify strengths and weaknesses (Glazer, 2014) . Ultimately, in the form of a grade, it can have a profound influence on peoples' lives by determining academic and career opportunities of students. In Hong Kong, for instance, high stakes external exams are the key to social mobility through access to greater employment opportunities (Berry, 2011) . Consequently, Glazer (2014) recommends that educators ensure that assessment practice is meaningful but also fair and consistent. There are generally two forms of assessment available to educators: summative and formative. The latter form is more traditional in nature, largely concerned with the final or summative grade at the end of a unit, semester, grade or programme, and is usually represented by a numerical or letter grade score (Glazer, 2014; Isaacs, Zara, Herbert, Coombs & Smith, 2013) . On the other hand, formative assessment is less formal, takes in a variety of forms rather than just test or examination and most importantly provides feedback to both students and teachers during the learning process (Glazer, 2014) . This contrasts greatly with summative assessment, which stops at the judgement level, leaving the students with a grade but little idea of what they did well or how they could improve. A further important difference in formative assessment is the greater engagement levels as teachers and students gather, interpret, and use evidence about what and how students learn in order to facilitate further student learning (Klute et al, 2017) .
Nature of SBA
School-based assessment is a form of assessment which is embedded in the teaching and learning process. According to the Hong Kong Examinations and Assessment Authority (HKEAA; n.d.), SBA is aligned within the educational philosophy of "assessment for learning" and has the following characteristics.
 Involves sharing learning goals with students  Aims to help pupils to know and recognise the standards they are aiming for  Involves students in self-assessment  Involves both teachers and students reviewing and reflecting on assessment data  Provides feedback which leads to students recognizing the next steps in their learning  It complements other forms of assessment, including external examinations School-based assessment arose due to the shift in paradigm from Assessment of Learning (AoL) to Assessment for Learning (AfL) (Reyneke, 2016) . While SBA has existed in Western educational systems such as Australia, New Zealand and Canada much longer than in Asia, external testing still dominates the curricula in most world countries (Darling-Hammond & McCloskey, 2008; Long, 2006; Mak & Lee, 2014; McCollow, 2006) . Reyneke (2016) suggests that the reason for this dominance lay in the traditional practice of setting standards to evaluate performance and ensuring reliability and validity. The assumption here, of course, is that SBA may not have sufficient reliability and validity. This is contradicted, however, by the HKEAA , (n.d. ), who claim that both reliability and validity levels are in fact increased through greater opportunities for reflection and standardization.
Given the traditional bifurcation between the two forms of assessment, Carless (2007) prefers to use the term Learning-Oriented Assessment (LOA). With this term, learning comes first, both in formal and informal assessments. Consequently, all assessments, whether they are high-stakes exams or school-based assessment, should contribute to effective learning and reliable outcomes. Despite what terminology is used for SBA, all labels represent a shift away from traditional norm-referenced assessments to greater assessment emphasis at the school and classroom level. This view is supported by Allen (2012) who suggests that a quality assessment programme combines both formative (for learning) and summative (of learning) approaches.
SBA in Malaysia
As mentioned, there is no shortage of research pertaining to the problems faced by teachers in implementing SBA in Malaysia. A qualitative study by Malakolunthu & Hoon (2010) on form 2 secondary teachers unearthed a lack of teachers' knowledge, lack of monitoring, and insufficient guidelines. A survey study by Majid (2011) , examined the concerns of 40 English teachers and found that teachers had high levels of concern in all the five Stages of Concern Model. Of particular concern for the participants were: how to modify SBA on students'
learning experiences and how to use feedback from students to change SBA. The issue of time constraints is supported in a survey study by (Abas, Rasali & Rahmat 2013) which found that most respondents believed that SBA was consuming too much time. Similar results were found in Omar & Sinnasamy's (2017) study of oral school-based assessment in rural schools in Sabah. Technology concerns were identified by Abas et al, (2013) whose study revealed a lack of training awareness by teachers in using the SPBBS online system to record SBA results. Similarly, Fook & Sidhu (2006) revealed that the respondents in their survey study did not have sufficient knowledge to implement SBA effectively. In a more recent study, Veloo, Krishnasamy & Md-Ali (2015) found that, although the 155 teachers in their survey study claimed to be knowledgeable about SBA, they lacked sufficient knowledge to implement it. Concerns in carrying out SBA are also evident in other Asian countries. In Hong Kong for instance, Berry (2010) argued that, while Hong Kong has accepted AfL for some time, the country has yet to implement it effectively. Similarly, a case study in China by Berry & Gao (2009) revealed that teachers lacked understanding of assessment and consequently were unable to fulfil the assessment reform standards. Finally, a Bruneian study by Rashid & Jaidin (2014) involving 15 primary teachers indicated that the participants' use of feedback in SBA was very limited.
While the above problems are indeed serious, underlining them, however, are far deeper problems embedded in the social structure of Malaysian and the wider Asian society.
Culture and School-Based Assessment
In implementing any educational reform, culture, at the societal, school, and classroom level, plays a significant role in a programme's success. Despite this, studies focusing on the role of culture and school-based assessment are rare. Sharkey & Murnane (2006) believe that successful implementation of formative assessment systems (such as SBA) require a school culture that embraces the idea that achievement of students is the responsibility of all teaching staff and the success of such programmes are dependent on continued learning. However, if the wider society values high stakes external exam results over formative means, such as SBA, the transition to continuous assessment becomes that more challenging (Rashid & Jaidin, 2014) . The mixed success of SBA in Asian countries, including Malaysia, Bangladesh, Thailand, Indonesia and Singapore is a result of prevailing beliefs and practices that favour high pressure tests for summative purposes (Berry, 2011) . In Hong Kong, for example, Kennedy (2013) notes that structured exams in Hong Kong are seen as part of the social structure of society. This is reflected in practices such as private tutoring, mock exams, drilling of students and teaching to the exam. Of course, emphasis on high stakes exams is not limited to Hong Kong. In Malaysia, levels of private tutoring have been growing for decades. Arshad (2004) refers to it as the tuition syndrome and believes that the strong emphasis on examinations in Malaysia gave rise to, and sustain this industry. Similar practices are also evident in other Asian countries such as Brunei (Rashid & Jaidin, 2014) and China (Jing, Hang & Zhang, 2007) . It is as if parents from these countries expect and trust external examinations because of the social mobility that success in standardized tests can provide for their children, rather than the alternative of school-based assessment, which introduces elements of uncertainty in relation to aspects such as fairness and transparency (Kennedy, 2013) . Naturally, these traditional views on assessment affect trainee teachers as well. The trainee teachers, in the present study, for instance, are products of older ways of thinking. They finished their schooling before the implementation of SBA in 2011 and hence are unfamiliar with more student-centred approaches to education such as task-based learning and peer and self-assessments. Consequently, for these trainees, their past assessment experiences throughout their schooling may strongly influence their present and future practices in assessment (Xu & Liu, 2009) .
Given this context and, on the basis of research that suggests teachers are not prepared for SBA, it was expected that the students would have negative perceptions of SBA. Our research task, therefore, was: How could we change the perceptions of our students to formative schoolbased assessment, given the strong cultural propensity towards summative assessment? Chong (2009) believes that the challenge is to change the mind-set of the stakeholders by helping students to understand SBA. Chong's emphasis on exposure is supported in the findings of Omar & Sinnasamy (2017) , which inferred that teachers' inability to implement SBA may have been caused by a lack of exposure to formative techniques and strategies. One such strategy which exposes students to formative assessment through greater involvement and transparency is assessment for learning (AfL). The Assessment Reform Group (1999, p.7) AfL encourages teachers to employ the following characteristics in their assessment:  Learning goals should be shared with students  Students need help to understand the standards they are aiming for  Students should be involved in self (and peer assessment)  Students require feedback to help them recognise their next steps
Methods
The AfL model was used in this study as it encompasses vital aspects such as shared assessment and feedback, recommended by by (the HKEAA, n.d.) as essential components of SBA. Given our students' apparent cultural propensity towards teacher-centred approaches, our research considered the following questions: 1. How do our students perceive school-based assessment and why? 2. Will students' perceptions of school-based assessment change after being exposed to more formative assessment techniques such as AfL?
Participants
Twenty-five students (21 female, 4 male) undertaking the first-year Bachelor of Teacher Education programme at a teacher education institute in East Malaysia took part in the study. The students were aged between 18 and 22. A convenience sample was chosen because the participants finished their secondary schooling prior to 2011. Consequently, they were relatively unfamiliar with the new curriculum, which focuses on formative assessment and higher-order thinking skills.
Instruments and Procedure
A three-step descriptive analysis methodology was utilised to conduct the study. Descriptive analysis provides a knowledge base which can provide the basis for further study (Travers, 1978) . The first step involved a discussion and brief survey of students to ascertain their preconceived views of SBA. Students were given fifteen minutes to record their thoughts on the use of SBA in schools. (See Appendix A). The second, or experimental stage, involved exposing the participants to a more formative assessment environment, reflective of school-based assessment. To achieve this, students were introduced to a formative assessment task based on resources provided by the Australian website www.assessmentforlearning.edu.au. The website provides web-based professional learning resources that enable teachers to plan task-based lessons that incorporate self, peer, and teacher feedback through the use of rubrics. The instrument was chosen as its structure closely aligns with the principles of effective assessment for learning as recommended by The Assessment Reform group (1999) as well as the (HKEAA, n.d.). Finally, to gauge the perceptions of the participants towards the task-based formative approach versus a traditional approach, two structured surveys were distributed to the students (see Appendices B & C). Whilst surveys are often criticised for reflecting reported views only, they can provide valuable feedback to teachers to improve learning and teaching (Hsieh & Chu, 2006) . Before distribution, the questionnaires were checked by two teacher colleagues for validity.
Analysis
Both initial survey and questionnaire results were analysed through descriptive analysis. Participants were coded according to sex (M or F) and given a number according to how the students appeared on the class register. Responses were recorded and tallied in an endeavour to reveal significant trends.
The Task
Based on the principles of assessment for learning, the researchers chose a lesson on measurement called Capacity Sculpture from the Queensland task matrix in www.assessmentforlearning.com.au In the lesson, students (in groups of four) were required to build a sculpture from a number of junk objects. Success criteria involved ability to measure accurately and to use problem-solving strategies. To highlight the differences between a formative and summative approach, researchers conducted the lesson using both studentcentred and teacher-centred approaches. In the first session, a teacher-centred approach was used, covering exactly the same content but not giving students any opportunities for peer or self-assessment. No rubrics were used and all feedback came from the teachers. When the lesson was taught a second time, students received not only a task-based rubric but also feedback from their fellow group members and from other groups (peer evaluation).
In order to share learning goals with the students, explicit task instructions were given out as well as student rubrics based on 3 levels of performance: high, medium and low (see
Appendices D & E)
. Access to these documents enabled our students to firstly understand what was required and secondly, to take a more active role in the learning process (Marsh, 2007) . Using the rubrics not only for their own groups but also to assess their peers, enabled students to be more involved in the assessment process and receive valuable feedback from a number of their classmates. Individual feedback came in the form of a completed teacher rubric for each student. Finally, as the researchers wanted to portray formative assessment as an ongoing cyclical process, (Heredia, Furtak, Morrison & Renga, 2016) , diagnostic grids were given to the students to indicate how a teacher utilises the rubric results to determine future needs (see Appendix F).
Main Findings
Initial feedback from the participants before intervention (see Appendix A) provided mostly negative feedback towards school-based assessment, with some considering SBA a burden to teachers. Student F2 wrote:
It takes a lot of time to prepare the activities, and at the same time, it would be unfair to the student.
Similarly, M5 wrote:
Teachers do not have time to prepare so many activities as they have lots of administrative tasks to complete.
It is interesting that such views are similar to results of teacher studies conducted by Majid (2011 ), Abas, et al, (2013 and Omar & Sinnasamy (2017) . However, after intervention utilising a formative, student-centred approach, participants' attitudes changed markedly. These are reflected by the results from both surveys shown below.
Feelings towards the Activity-Based Approach
The first question asked the participants to explain their feelings while undertaking the formative, task-based activities found in the unit Capacity Sculpture. The vast majority of the students (88%) reported feelings of happiness while carrying out the activities. To support their responses, 28% of participants claimed that it was because of the co-operation or interaction involved in the group activities. Other main supporting reasons included the involvement or physical movement of the activities (16%) and that the activities were new or different (16%).
Future Intentions
When asked if they would conduct formative, task-based activities with their own students in their future schools, a resounding 92% of respondents affirmed in the positive. Justifying the use of formative task-based activities in school, more than half of the respondents (52%) indicated that it was because of the fun element associated with task-based activities. Other strong motives included attracting student interest (12%) and co-operative skills (8%).
Preferred Strategy
Item one in questionnaire B asked the participants to decide which strategy (teacher-centred or student-centred) they preferred. Seventeen students (68%) indicated a preference for the student-centred approach. The main reasons for choosing the student-centred approach included greater involvement in the activity (35%), (to) give experience (34%) and better understanding (24%). Significantly, however, almost a third of the students stated that they preferred the teacher-centred approach. Main justifications were: increased understanding (12%), need for guidance (12%) and learning alone (6%). The responses from these eight students may well infer a belief that a teacher-centred approach leads to greater understanding and provides more guidance, something that they may perceive as somewhat lacking under a student-centred approach.
Perceived Strengths and Weaknesses of Each Approach
Items 3 and 4 required participants to name the perceived strengths and weaknesses of the teacher centred and student centred approaches (Table 1) . In relation to strengths, it is evident that greater classroom control (27.9%) was considered to be the main strength of a teacher-centred approach, whilst greater understanding (36.8%) and greater student involvement (28.9%) were deemed to be the main strengths of the studentcentred approach. Interestingly, fun learning was only reported as a strength by 10.5% of the respondents. The low response perhaps implies that students realize that there is more to student-centred approaches than simply having fun.
The main weakness of the teacher-centred approach, according to the participants was that it was boring (38.2%). Other perceived weaknesses included: lack of student and teacher focus (both 17.6%). On the other hand, given the strong emphasis on greater classroom control in the teacher-centred approach mentioned earlier, it is not surprising that most students felt that the greatest weakness of the formative approach was a lack of focus/attention (25%).
Approach That Participants Intend to Use When Teaching
Despite almost 70% of participants in the first questionnaire favouring a student-centred approach, less than half (44%) indicated an intention to use the approach in their future teaching. The remaining 14 participants (56%) indicated an intention to use both approaches, i.e. teacher centred and student centred approaches. Given that the possible responses to the question did not provide the participants with a both option, the result was surprising.
However, despite 56% of the participants intending to use both approaches, their reasons place little credence in the teacher-centred approach. For instance, of the twelve reasons, it seems that only one, balance/various types of approaches (14%) provides real evidence of a desire for a balanced approach. The other main reasons given: student involvement (29%), effective learning (29%), an active class (14%), creativity (7%), lively class (7%), co-operation (7%) and thinking skills (7%), may all well be construed as supporting a student-centred, rather than teacher-centred approach.
Discussion
This research introduced AfL principles to a group of pre-service teachers, in the hope of instilling positive perceptions towards school-based assessment. Initially, it was found that the students in the study were products of their own traditional learning backgrounds. Consequently, like their practising peers, SBA was initially perceived to be a considerable burden on teachers. However, after participating in an intervention wherein they experienced a task-based formative approach, the students' views shifted significantly in favour of the formative assessment approach. Through active involvement in the assessment process using real tasks, students became more empowered in AfL concepts (Berry, 2011) . Overall, the research intervention was successful in changing the mind-set of our stakeholders by helping them to understand the formative nature of school-based assessment (Chong, 2009) .
Feedback from the participants showed that the notions of co-operation and interaction were important by-products of the formative approach. In fact, out of the ten questions in the two questionnaires, the notions of co-operation and interaction were reported as favourable in eight of the questions. This positive response is encouraging, given the crucial importance of the ability to learn, collaborate and solve problems in today's society (Griffin, McGaw & Care, 2014) . Further, a recent study by (Jacobson-Lundeberg, 2016) on the role of communication and collaboration, found that the teaching of these skills empowers students to learn other 21 st century skills of critical thinking and creativity.
Also significant was the fun element of task-based learning. The notion of fun arose to a significant degree in two of the questions. The strong emphasis on fun and co-operation may well be attributed to the cultural values of a high-context culture such as Malaysia. Slacks et al.'s "turn-taking framework" in Wolfartsberger (2011) indicates that high-context cultures such as those found in South East Asia place high emphasis on a collectivist, harmonious and nonconfrontational approach. The ASEAN organisation itself, consisting of ten countries in South East Asia, was set up to harmonize its ten member countries and bring greater benefits to all. While harmonious accord may be helpful in developing the soft skill of communication, it does very little in developing higher level thinking skills such as critical thinking which requires students to provide constructive feedback. However, in terms of strengths, it was quite significant that greater understanding was considered the major strength of a student-centred approach. In other words, fun was considered important, but not nearly as important as the need for greater understanding. While this is a pleasing result, the fact that almost a third of respondents indicated an intention to use both approaches in the future is also highly significant and worthy of further explanation. Their response may well be reflective of the very strong cultural impact mentioned earlier in the study. The study sample was brought up in a culture whereby teachers are in control in a predominantly teacher-centred learning environment. Students were familiar with quiet, teacher-controlled classrooms, which was strongly reflected in their responses. Perhaps their own teachers felt more comfortable with more traditional methods of teaching. This notion mirrors the work of Marsh (2007) , who states that many teachers encourage more traditional methods because they are well-known and these forms of teaching do not require the use of potentially threatening open-ended, studentcentred activities. The apparent avoidance of confrontation is a cultural aspect which educational authorities will need to examine closely if more student-empowering formative methods are going to be successful. On the other hand, it was interesting in that, it was the collectivist Malay values such as co-operation, interaction, and fun that most appealed to the students in our study. In this respect, therefore, cultural traits of co-operation and teamwork can provide a positive contribution to greater acceptance of SBA and these values should be embraced by teachers. However, as co-operative skills make up only some of the 21 st century skills, efforts are still needed to ensure greater use of problem solving and critical thinking skills.
The study is not without limitations. Firstly, the students chosen were from a traditional school background and had no previous exposure to SBA, and hence would be expected to be wary of or negative towards new formative approaches. However, the fact that two-thirds of the respondents were actually positive towards SBA (after intervention) is perhaps testament to the potential of SBA. A second limitation relates to the use of a convenience sampling procedure. Whilst the convenience sample in this study facilitated accomplishment of the task, it is acknowledged that reflecting reported views only, lacks external validity. To obtain greater external validity it is recommended that similar studies be conducted in the future on a larger scale, incorporating students who have been exposed to SBA as school students.
Conclusion and recommendations
This study has extended the current literature by demonstrating that, given the right tools and support, students (and teachers) can be informed and confident in implementing formative SBA. The findings suggest that trainee teachers are similar to practising teachers, in that they lack the strategies to implement SBA effectively. The study also reinforces previous findings regarding the positive effects of formative assessment (Kingston & Nash, 2011; Klute et al, 2017) . Whilst the study was conducted in Malaysia, cultural similarities mean that it has wide application for other Asian countries grappling with SBA applications. In particular, given the common Malay culture which values co-operation, Brunei may well benefit in greater use of collaborative task-based assessment, such as those found in the assessmentforlearning website.
Further, given the research evidence that suggests that many teachers are lacking assessment literacy, this approach may also be beneficial to other Asian countries such as Hong Kong and China, by showing students and teachers how to apply SBA using real task based activities. To increase levels of assessment literacy, especially in Malaysia, it is recommended that educational bodies consider the implementation of systematic in-service programmes on formative assessment, especially for those teachers who completed their schooling prior to 2011. It is proposed that these programmes be aligned to Afl principles and thus cover areas such as feedback, assessment criterion, peer and self-assessment and transparency. It is acknowledged that these initiatives will take time, especially given the strong cultural preference for summative assessment which currently exists in the community. A community approach, therefore, in which whole schools and their communities explore AfL, is posited as the best way to counteract longstanding preferences for high stakes testing, which presently provide little in the way of 21 st century skills, ironically, the same skills sought by many educational authorities in the first place.
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